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~ ABSTRACT \
This. stndy was des;gned to determine whether the
divetgeat career directions of a sample of woman educators might have
been predzcted froa petsonality-telated data taken from
antob;ographical essays vritten vhen these éducaters. applied for
. teacher training 20 years ‘ago. Data were, -analyzed for 77 educators .
“who entered the same graduate teachet-training institution and who
began their careers as classroom teachers. Porty cf thése women: are
cu:rently teaching children and 37 work with adults in a vide range
~-of” leadetsth roles within the field of -childhocd. education.,
rollov-up data were .colleécted from 46 members of the orzginal sample
(20 teachets and 26- leaders) to determine. whether the groups differ
in_their cnrregt ‘views of themselves and théir careers. Asgects .of
the autoblogrqphléal data exalihed were: (1) chatactetzzations of the
-Childhood" self as self-ditecting vetsusxreliant on others and (2)

:'* characterizations of the selt-as-yonnq adult as. confideént,

caree:-criented versus unsute, sq;f-oriented. othet variables
examined included the number ‘and type of: najo: life ctises, kirth
order, attitudes tovard parents, identificaticn with réle ‘models,
acadelzc Standing in schocl, reasons for beccling & teachet, and
preferred :mode of communication. The results vere. 1nte:p:eted as
shov;ng that the differences bétween the téachers: and the leaders
were consistent with the personallty-telated dlfferences révealed in
their. autobiographies of 20 years ago. Results are dxscussed in
.detdail and conclus;ons and implications are presented. (JXB)
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fort:i.es.1 Both groups enttred the same graduate teacher-training institu-

teachers of children. What differentiates them is that:%ne\group has con¥f
tinued to teach children while the other left the classroom to take pn
educetional leadership-roles in which primary work reiationships are with
other adults (as in edministrat on, scpervision, teacher-training). We
Qanted to find out whether these divergent career directions might’h?ve

been predicted from personality-related data, that is, a tobiographies, p

written by these educators when they applied for teacher-training as young

adults. We also wanted to know whether the groups differ Xn the ways they

view themselves and their chreers now that they are in their middle years.
Why did we anticipate personélQﬁ} differences between the two career
groups. First, we viewed the cemandslinvolved in classroom work with chil-
dren and those entailed in leadership work wich adults as so different from
one agotber that the roles must, theoretically, attract people‘yith differj
ing ccgnitive, emotional, and social needs.2 Second, our obsersetions of
educators working in various roles and settings reveal that the Successful
teacher of children may be totally }neffeécive in work with adult%, and
the competent educational administrator may be equally :nable to m%intain
good relationsywith children. Third, an unanticipated finding in A
earlier study of a group of student teachers was that theirAlong-tange
career preferences within the field of childhood education were striking-
ly related to aSpects of Eheir personalities that were reflected in avto-

' biographical descriptions of their childhood selves.3 Specifically, we
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2 inistrato 8, supetvi :rs, or college teachers almost invariably de-
\
scribed their childhood selves in terms reﬁlecting a ‘coping, self-initiating,

1ndgpendent‘or entation, while those who hoped to continue teaching chil-

\ - |
dren recalled childhood as\

time when life had happene& to them--for

better qf worse--rather than one thgt\they had lived actively and by their

\l

own initk::ive.

These\ were sope of the f‘asons for postulating ghaé”fﬁe long-range

e First ad scripti n of th‘ basic study, which examines the auto-

biographies and other ma

-

whep they applied for teacher-training some 20 years ago;

' Second, an outline of trend: found in the responses of 60 percent of

the sample to a recent follow-up guestionnaire;

/

Thiré, an examination oﬁ some relationships between the autobiograbh-

ical dgta and the follow-up d%ta;

. \
. And, finally, discussioﬁ ofjimplications of further research in

A :
these directions for (1) developing more effective teacher-training and
$

:‘leadership programs

. work in varied segments of the edﬁf tional gystem, and (3) generating

(2) conceptualizing the dynamic forces that are at
\

knowledge of career choice and devél pment in women.
\, [}

y

. \
\ 1. The Bag‘c Study
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personality-related, and .that these directions can be predicted from autc-

biographies written by groués of such women at the point of their entry
into training for their careers. In order to provide a preliminary test
of this hypothesis, we selected for the study a group of women educators
who were now old enofigh to have settled into relatively stable career

patterns, and who as young adﬁ}ts had attended a graduate teacher-training

)

instituticn that requires of its applicants an autobiographical account of

their lives. ‘

Sample

&

The sample consists of -77 such educators. Of these, 40 are currentiy
o

teaching children and have been doing so for more than 10 years; the other
37 taught children for less than 10 years and are now working with adults
in-a wide range of leadership roles within the childhood education fielq
(e.g., administration, supervision, teacher-training, consultiﬂé, college

teaching).4

The members of the sample are, by and large, homogeneous in several

N .

respects: they are now in.their .forties, come from middle-class backgrounds,

_grew up during World War II, graduated from liberal arts colleges, entered

a graduate program in teacher-training when they were in their twentﬂgs,

married and had children.

Sources of Data

As we have indicated, the primarl source of data was autobiographical
essays which the subjects had written {in applying for their teacher-train-
ing, as part of the routine applicaﬁio procedure. They wrote the essays

in response to the following instructions:

It is recognized that teaching i
technical competence but also a

not only a matter of
rocess of building
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relationships with children. Thus, information concerning
pergonal life experiences, including childhood, “is consider-
ed relevant both to the selection and' preparation of tha“,
teacher. . N

-

o

”
4

Review briefly the events of childhood ard adolescence, at
home, in school. How did you feel about your ‘early expe-
riences and relationahipa as you ware living through them?.
‘As you look back now, which experiences and relationsﬁips
seem to have had a meaningful effect on your development as
= a person going into the teaching p:ofeasion’ Desciibe also
the recent experiences which‘have been most important for,
you--study, reading, friendahips, unusual adventures or
. opportunities, disappointments, new skills or attitudes,
new insights into yourself and others. What led- to your
decision to become a teacher?

N

Write freely as though you were talking to someone. The .
& contents of this personal essay will be kept confidential,

Another source of data was the subjects' responses to two questions

- . -

b%ich appeared on the admissions application itself. The first of these
concerned the subjects' reasons for wanting to become a teache;; and the
second, whe;her they preferred to communicate their ideas through writing

<

or talking, and the reasons why.

Analysis of the Data

The Autobiographies - s

L4

The analysis of the autobiographical data centered on two major dimen-
sions: (a) characterizations of the childhoocd self, aﬁd (b) charactefiza-
tiona of the self-as-young adult about to enter training for a career, -

The Childhood Self. The sections of each autobiography which per-A

tained to the subjects' chiidhood self were examined for assignment to

one of two basic categories--predominantly active (self-directlng) versus

¢bredominantlygpasaive (reliant on others). These categories were intended

to reflect gross differences in the subjects' (recalled) childhood self-

concepts and modes of adaptation.

4
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\The pkedominautly actiVe category was applied to those cases in which

thé subjects pictured their childhood selves as beiug initiators, playing
a part iu the. determination of their fate, beiug assertive, on top of

thxugs. Whether .they recalled being happy or unhappy was not relevant,

° they ‘might have experienced‘cousiderable pain aud difficulty, but they re-

called actively coping, masteriug cenqueriug adversity or embraciug chal-

S s -
leuge. ? \ . 2 ¢

. B
L

The‘pre&Omiﬁsutiy passivé'category wss‘used to cover cases in which,

vecalling their :childhoods, the subjects viewed themselves to be on the
hd N a ’ ’ . - -
‘timid, unassertive gide, or as.feeling .powerless, Included was a focus
on unpleasant feelings such as shyness, anxiety, sgu insecurity, being

excluded by peers. Again, overall‘feefiugs of happiness or sadness were

__not in themselves pertiueut."The supjects might ‘have récalled idyllié

w ™

childhoods in which parents or others EOusisteutly provided enjoyable

-

experiences. The crucial criterion was that they presented themselves

3

as having passively experieuced events.

V

An additional category--active[passive--was introduced to encompass

certain cases in which neither an active nor passive orientatiom could be
judged as predominant, either because the subject described situstioual

differences in orientation (e.g., active at school, passive at home) or

°

a shift from one orientation to the othter during subsequent stages of

ldhood o . .2

e Young Adult Self. 'Two categories were applied to the autobio-

adults (i{.e., at the time they were writing the autobiographies):

grsphxkigxdatu bpariug on the subjects' concepts of themselves as young

(1) pred iuantly coufideut, careér-oriented; and (2) predominantly un-

sure, selfqorieuted.
\

v

<




The predominantly confiderit, career-oriented category was applied to

thcae cases in which the aubjecta_conreyedra solid sernse of who they were
as individuals, gave the impression that they felt prepared to embrace a
career-and, tﬁrougb that career, tc make a-contribution to sccieti. Such

subjects, revealed a perspective on, and acceptance of, their past lives;

Es

Rt P

a feeling that %hey had’aucceaafully mastered earlier developmental crises;

. had a sense of things accomplished, and were ready for
- ~
of these subjects spectfically indicated that they had resolved their am-

new” phase. Many .

°

°

bivalent feelinga of dependence on their

life of relative tndependence from them.

families and were ready to lead a

A s
o

The predominantly unsure, self-oriented category was used for those

-

cases where the subjects g~ve evidence that they felt themselves still to
be in the throes of growing up. Often they were wrestling with conflicts
over dependence-independence, were deeply engaged in self-examination, and
- were attempting to understand and sort out their relations wi@% other
people. In the main, they expressed the feeling that they were making '
progress in developing insight into themselves and others; but at the eame'
" time conveyed a sense of uncertainty aboat their readiness to move into a

”

career.

In the assignment of the autobiographies to categorieaoon the Child-
hor > and Young Adult dimensions, each dimension was dealt with separately -
across the sample. This effort to’'minimize halo effect was facilitated by |
the fact téat the data bearing on the childhood self usually appeared at -
the beginning of the autobiography and material dealing with the young

adult self was found-tcward the end. Following the categorization of all

6’
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the éutopiographies by ong\igvestigator, a second- investigator made inde-

/{ y ’
pendent judgments on approximately one-third of the autobicgraphies se-

A

lected‘at random.7 On the .childhood self dimension, with assignment of

‘~each autobioéraphy to one of the thrée categories, there was 77 percent

-

agreement between the judges; on the second dimension with only two cate-

[N

— M ’
~ gories, interjudge agreement was 81 percemnt,” ~ ~ -

Supplementary Analyses. The autobiographies were also examined to

_@iscover whether §goqg.differences obtained on other dimensions which
miéﬁt tﬁeoretically separate leaders from teachers. Of primary importance

in this regard was major life crises. Here, each autobiography was exam-

v

ined to sée whether the subject reported a significanf trauma orhloss in

the course of growing up--én»event which, had it occurred ‘more frequently

-

in the teacher aor the leader group, might theoreticaliyﬂaffect interpreta-
-tion of any personélitx-related differences emerging from %éalysiS'of the

first two dimeasions. Thus, a comparison was made of the f;ie and number

“of "major Xife crisl;" described by members of the two groups. These in-

cluded death of parént(s) or other significant figures in the subject's \’

life, serious or.prolonged 11&neés or disability in family or self, par-

entg}wdivorce, separation or desertion; constant moving about or a trau-

N -
”

/,1$atic uprooting (as from Nazi Germany).

Other dimensions examined (as described later) ranged from ordinal

position in the family through attitudes toward parents, and identification

with different types of role models, to academic standing in school.
Ay

The—-Application Questions

As stated earlier, the questions on the application form that were a
focus of this study asked (1) why the applicant had chosen to become a

sheopreferred to communicate her ideas through
g

teacher, and (2) whet

-

I

il

Ns
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|
|
writing or talking, and why. Analysis of these data involved constructing ‘

categories ta cover as many as possible of the individual responses given .

ard then comparing group frfgggncies within and among ch%egories. The pro-
. ceduies that were esfabl&?ﬂed’for assessing agreement between judges on the
\ .

two major dimensions described above were applied here as well.
. T s . . DN
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The Autob:ographies - : - : .

The ﬁnalysié\pf the autobiographies on the two ﬁajor dimensions re-

N e

* vealed differences between. the classroom teacher group and the leader

group as follows:-

The Childhood Self. "Predominantly active” Aescriptions of the child-

*,cgfgilgg}f were found more often in the leader grcup, and "predominantly

s

passive" descriptions wére found more often in “he teacher group (see

Table 1). The frequency of the combined active/passiwve cases was approx-
) . ~ N\
¢ . ’

...... L L L L L b

Insert Table 1 about here

imately the same for the two groups.

In order to convey the natyre of the qualitative differences reflected
in the above categories, we have excerpted the following as exemplary of
predominantly active and predominantly passive cases.

p First, from the predominantly active group:

5 ° ©

I must have been a hard child to live with--my drive for self-
expression, for independence was‘high....I could copeg; even as
& child, I was not thrown by circumstance.

I had an unusual amount of freedom and independence as a child
and young girl....My parents had never been possessive or de-
manding, ard while we were growing.up they did not try to keep
us from finding our own ways. I grew to love this freedom and
independence very early in my life.i
. . ¥

\ v R
7
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Prospectiye Women Teachers' Autobiographical Characterizations® ®
. . _of Themselves as Children in Relationsto Their . ‘a
) . Educational Rolés Twenty Years Latex
S (N=61)% - “ )
: ' . . H l . N ) <
et e e e e e R - R L - e e et e -
- . = Educational Leader Classroom Teacher
. Childhood Self (N=29) L (i=32)
- Predominantly “~ 15 5
P Activé -
’ w-‘( ’ \. .‘ . ! L
, . Predominantly ~ - s 21 . =
Passive -
) ‘Active/Passive 5
< ‘. . . , 7
e N is smaller.than the total stucfy sample because eigat
teachers and eight leaders.did not furnish sufficient relevant
. information for categorization. pe
o 2 = 11.60, df 2, p < .01 " )
T "
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: . I was a mixture that brought -both happinesd and disappointment
to my- parents. - On the one hand I was & happy and. active child, ¢
adjusting quickly to new situations, to new children and adults,

’ . - and 1earning repidly without strenuous effort., On the other
_ hand, I wasn't particularly studious, I did’ not stick to any

- project for.very.long. I was a far cry from the shy, sensitive

: and highly intellectual child that I sometimes felt my parents _
wished me to be, f n .

I o _ ___Although I was always rather defiant and aggresaive, I "had also

e ability to fotm affactionate ‘relationships;" and"Imhad CANY T e e

laymates and vigorous interests. . ‘ ) {
. , » ~

-

My\ mother and I were,botﬁ dominant personalities and it was a,- .
stion of who would yfeld to thé other.. ) -

¢

om the predominantly passive group: e Y. )/ ’

very 1n§dequate socially and was extremely concerned with . ;?: v

being \accepted. I was very shy and quiet--afraid to, express my- /ﬁ'e
self phsitively on any subject, to disagree with people and ‘give -

an opiniofi of my ovwm. .. . ;ﬂzé

¢ . . . ‘ ‘ .
I was extremely shy, unable to meet new people without a great ,

- ‘deal of anguish and unraSponsive in a group.

. . . ¢
) I was hampered by lack of self-confidence and any show of self-
' - assertion and I rarely contributed to any discussion at school. .
1 remember myself "as a shy child, alwayalwanting'to know where .
I stood with people.’ ’
For many years antagonisms were a personal’ threat to me and I .7
would rarely allow myself to express-them. When faced with :
antagonism expressed between other people, I would often try
to escape, ' T

%
»

- I was very fortunace in having the home envirorment that I did. )
‘ I was an only child and therefore received by parents' full
attention. ‘This might imply that I received too much attention .
R and coddling, but this is not quite tiue. I was shielded from v e
much unpleasantness, but, more important, my parents had time .
to spend with me. -
) Growing up, I had a very strong impression of security and a i
’ - happy family life. I was a quiet, 'mature,’” undemanding child. .
4 . My parents encouraged playmate relationships, took us on many :
' outings, provided play mdaterials. - . . -

In brief, the leaders and the teachers tended to characterize their

_ childkhood selves differently; and these differences para11e1e3 those found -

o

- . ’

o o , . w/ . " "//{E
12 \ : . -
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between their counterparts'in the study that prompted the prescnt research

(Rosen, 1968). -

.

-

The- Young Adult Self. On this second dimensiJn, as shéwn in Table 2,

most of the autobiographie: of the leaders were categorized as "predomin-

antly confident, career-oriented" and those of the teachers as 'predomin-

antly unsure, self-oriented "

<
LT TR Y Y L L T Y

- . 3

On this dimension, the cues on vhich the categorizations were based

i

tended to be more subtle, more variable, and more cumulative in impact than

was the case with the Childhood Self, in which fairly straightfptnard cﬁ;e- }
acterizations were tne general rule.. For this reason it<is not possible:; '
‘ as'befo;e, te present condensed "typical examples‘pfzthe'differegggsiﬁﬁat“
;haracterizea the groups in projecting their concepts of themgelnes as young.

adults. ‘In total effect, however, the leadérs appeared to have come to
B . . s . . ° .‘
temms with their childhoods and now felt sufficiently free of early conflicts

to turn their energies away from the self and toward aocareerfiand the
g o

teachers projeeted a’pietu:e of still wrestling with issues f}om their .

childhooas, struggling to ldosen their dependent ties on their parents, and

3
'

experiencing apprehension about their readiness‘té commit themselves to a
. f

>

» professioen. 7

1
Subsidiary analyses. Comparisons of the two groups with respect to

major life crises reported in the autobiographies showed striking similar-

I8

'ity in both kind and number., Slightly less tnan half of each group re-
ported a major life crisis. Approximately 20‘petcent of each group had N

&
suffered the death of a close fam}ly qember; and 17 percent of the teachers

»

and 25 percent of the leaders had experienced parental divorce, separation,

P ' gy
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»
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Table 2

. Prospective liomen Teachers' Autobiographical Characterizations .

e~ . — . _of Themselves on Entering Teacher Training in 2elation to

. . Their Educational Xoles Twenty Years Later
o (W1=56)* t

©

’ Educational Leader Classroom Teacher
Self as Young Adult (N=31) (N=35)
Confident, Career-
Orviented A

co

- Unsure, Self- . o
o - Oriented 7 ‘ 27

» .

| R
. - *The N ic smaller than the study sample because six leadevs .
L' SO and five teachers did not furnish sufficient re):zvant information

for categorization. ) .

K

oo

o w2 =19.59, df 1, p< .00l ‘¢ s _ |
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or desertion.

é . ]

- There were, however, notable differences in the recalled response to

3 ) " such crises and to their sequelae by the teachers and the leaders, as well

as—in their interpretations of the long-range impact of these events on e

their lives. Such differences are highTtghted in the autobiographies of {

Sar

a member of each group who had been a refugee from Hitler's Germany. In
‘the excerpts that follow, a teacher and leader respectively refer to the

impact of the moving about that followed their :escape with their families.

This caused me some lcneliness and gave rise to a strong need A
to belong somewhere....A sensitivity aﬁbut being foreign and
different remained with me .for a long time, ‘Even today I am
.trying to overcome a sensitivity to criticism and -a fear of
doing the wrong thing, which may stem partly from this period.
My still existing need to belong I also trace partly to this.

; This instability and lack of belonging to any particular place
S have had a profound influence on my development. The constant
’ changes forced me to learn to adjust quickly to;new-places,’ —lt
new people, new customs, new 'schools, Today I find it very
easy to adapt myself to new situations and I greatly enjoy ?
meeting people, making friends, traveling and exploring new- '
s i places.

~ v Vd

o

(It seems clear that these differing reactions are closely related to
the broader personality differences that we have been examining; and it is’

noteworthy that the authors themselves draw the connections between the ‘re-
- 7

sponses of the childhood self and the responses of the self in early adult-

hood.8 ’ . L - ;

With respect to other, sﬁbsidiary dimensions .of the autobiographies,
\."“V; ta : . ,
. in,some instances we found no group differences; in others, there were in-

4! ~adequate data for making ratings or judgments; in still others, we could

— “ ¢ !

% not find a basis for documenting impressions, ¥ .
)

For example, we examined the subjects' ordinal position in their fami-

e : lies and fouoa no differences between the leader and teacher groups. (In

©

Efl;ﬁii(; : i .155
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. must be said that there was so much variability in quantity

- 14 -
the total sample there were more oldest or only children than might be ex-
pected but their representation was approximately equal in the two groups.)
We also looked for significant role models éuriﬁg childhood to see, for
instance, if the leggers had had mothers or other significant adult females
in their lives who were notably independent or assertive, with whom they
might have identified. But there were insufficient data to make any judg-

ment here, Further, we examined overall attitudes toward parents and to-

ward mothers and fathers individually and cquld find no differences in the

‘n .

ways such attitudes were described. (Most were -generally positive, but it
and quality of
- . . - b

information here that we are reluctant to conclude that, given more compar-

able data from sbibject to subject; group differences would not in fact be

revealed,) Further, no reliable differences gould be found in attitudes —

‘toward siblings (again, largely positive) nor in reported acaqu;c perform-

st

ance (most said they did well in schoo}) nor in gross attitudes toward

school (most liked it). We tried to make comparisons of the adolescent nﬁ
period, but fourd it impossible to develop sensible standards. (for one jg

person childhoo& ﬁad been a horrendous time and adolescence wasz"much im- £§:~
proved"; for ancther, chil&hood was idyIlic but~adolescence was a "jolt"; .

for others it wss difficult\to tell what stage afler childhoo& was being
described.) ‘ ‘

?here wére other areas in which we were unable to make comparisons,
due essentially to the '"unguided" nature of the autobiographies, but they

see@ to us potentially fruitful areas for further research. For example, .

v

we searched the autobiographies to sce if one group of subjects had been

v

exposed more than the other to different kinds of people, cultures, ideas,

values-~the type of exposure which might theoretically stimulate psycholog-

-
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ical growth and enjoyment of challenge and difference, the development of
a questioning mind; impatience with the predictable and the status quo.
Finally, we had strong global impressions about group differences both

in language and general approach to the autobiographies, The teachers

seemed to have a much greater psychological proximity to the events of

their childhoods. Whether describing a pleasant memory (the feel of grass s
beneath bare feet, the smell of flowers on a suﬁmer day) or a ''devastating-

ane (being humiliated by a teacher in front of the class), the teachers

wrote in the kind of vivid detail that conveyed the 1mpressi;n that. their-

experiences had occurreﬁ only yestéiday. Often the.author's desire for

reexperiencing the event seemed té be the {mportant thing in recounting it

\

~-not its "meaning' or its impact on the subsequent events of her life,
8 pact

| -

! N . 3
" The leaders'. reports were -far less sensuous and immediate, reflecting
\ ”

:iAstead an analytic, interpretive turn of mind, a tendency to ,c&ct things

- <
inﬁo perspective and see their consequences within the larger context of

~

. 8
théir lives. It is as if the teachers had responded pripmarily to one ques-

PRI
LLU.

in the guidelines for writing the autobiography, i.e., "How did you
, fee about your early expefiences and- relationships as you were living
/ thropgh them?" and the leaders, to anotﬁer, i.e., "As you look back. now,
! <
which experiences and relationships s;em to have had a meaningful effect on
-your development as a person goiné into the teaching profession?" ‘

In sum, while the analyses of the autobiographies yielded reliable

\ differences only on the major dimensions--the variables dealing with self-

~ concept and modes of adaptation to life events--given more systematic data,
\\ other differences associated with.the career direction of teachers and

. “leaders might well be identified,

v «
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. of the leaders~(1ll of 39 vs. 2 of 37).

< - : - 16 -
N - A4
The Application Questions é&

As stated earlier, we examined the sub egts' responses to two questions
\

that appeared on their applications for\the teacher-training program. The

!

first question concerned the applicant's *eaiqn for wanting to become a
to express ideas in writing

teacher and the second, whether she preferye

or by talking, and then to give the reason or this preference.

.|
Reasons for becoming a tJacher. While the issue of motivation to teach

.

eeeee

would seem germane to a studyfdealing with car er direction in women educat-
ors, we found that by and large their responses \were bland and stereotyped
(e.g.,~enjoyment of children; interest in,teachin them) rather than based

] Y
on thoughtful self-appraisal. Within this framework, we were able to detect
. : ‘

group, were notable nevertheless. For example, more\leaders than teachers

gave reasons bearing.on an interest in cognitive-devellopmental issues (i.e.,
N\ 19 . -

a concern with intellectual and personaliéy development in children or in
. > o

the self) . This was true of 44 percent 6f the leaders] but of only 3 per-

cent of the teachers (17 of 37 vs. 3 of 39) As anothe example,‘more

teachers than leaders mentioned affective-relational aspects of teaching

o

‘(i €.y having a strong feeling for children and a wish o[ need to be with
them); this applied to 28 percent 0f the teachers compar

d with 5 percent

\
~

-2 ' .
Preferred mode of communication. In response to the question as to

whether writing or talking was the préferred (easier) mode of communicating
ideas, more teachers than leaders unequivocally p;eferred talking, while °

'‘more leaders than teachers said they found both equally e€asy (and that their

- A

preference depended on 6ircumstances).9 But these differences in preferred

hode per se were not‘substantial. . ‘ “

e
.ai‘ﬂ-;-!?'
N f?-

"hhq"’, N
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- - . 7~  As will be seen, however, group differences did emerge when the reasons

, for ' the preferred mode-~-rathex than the choice itself--were examined. The

reasons given by the respondentd were looked at in terms\of their feelings
3 .
of competence versg; feelings of unsuréness regarding their ability to

develop, formulate, or communicate ideas.

The competence category was applied to statem%nts reflecting enjoyment

in the development of ideas or in exchanging them with others. While re-

sponses placed in thig category might—indicate—an-appreciatiqn-of-the con-
tributions of other people in the development of thought, the|basic crite-

rion was a sense of confidence on the part of the respondent in .her own

thinking processes and in her ability to‘cOmmdhicqte cleérly and directly
with other people.

The unsureness category was applied to answers reflecting a respond-

~ent's uncertainty about the clarity of her thought, being understood (mis:

ey 41

understood), or getting ideas across without seeming coﬁfused. Many re-

1
3T

spondents vho were placed in this category expréssed a need for;reassurance

provided by the physical presence of the person with whom they Qgre attempt-

ing -to comhunicate. Some indicated directly that they_felt depéhdeqt on
the other person for stiﬁulaéion, for getting their thoughts in$order,lfor
égpfirmation that 'they were not being m'sinterpreted.

0f123 leaders and”28 teachers who responded to this qﬁestion,lo the
regponges of the leaéers pfedominated iq the compef;nce category and those
of the teachers in the unsureness category: 14 (61 percent) of the leaders;

but only 6 (23 percent) of the teachers were found to eXpress "'ideational/

communicative competence," while only 9 (39 percent) of the leaders but 22

~

(79 percent) of the teachers were categorized as being "unsure,"

~
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Thus, in their explanations of their preferfed mode of communication--
a seemingly neutral issue--the teachers and the leaders again revealed
personﬁlity-related differonces, and these are consistent with the diéfer-
ences they revealed in their autobiographical accounts of their lives. In.-
both sets of data, the leaders projected a sense of confidence and inde-
pendence; and the teachers, a strong reliance on others for guidance, for -

stimulation, and for reassurance of their own personal worth,

But what do such personality-related differences, consistent as they

2 Ry e

appeared to be, have to do with the gag%%gﬁpathgﬁthﬁgvggre §3§§§§gg§§;x&nﬁ,“, A

taken by members of the two- .groupa? . oo
a . & A N N

Looking. back at the study that prompted this research (and in which
~ the autobiog;gphicgl findings were parallel), we found trends in one-year

follow-up interviews that seem poientialli‘pertinent here.11 In that study,

4

the student teachers who hoped’ to move out of the classroom (and who had

described their childhood selves positively ih their autobiogrdphies) re- ) -

vealed in the intervié;s a sense of growing competence and psycholog;cal R

PN

-

’ ’ ’ . gy T s
movement forward. They anticipated change and welcomed future chaliengeg® - ¢ -

’ . : . ;
Their stated long-range career goals to move into roles outside the -class- ) i

° A

room were, it appeared, specific mdnifestations of this general orientation.

The student teachers who hoped to remain ‘in the classroom (and who héd a e
\\ described their childhood selves negatively) feveé&ed, by contrast, a re}
j \ sistapge tox@?ange and a ékf&hé>des£ré fof fﬁ;4;écﬁ;1t§ oé‘égglgfgfus quo. ‘
\ The expressed goal of this group to rem;in in the classroom appearéé also -

\ . T
to reflect their more basic personality orientation.

N
12

In other words, the long-range career aspirations expressed by the two
. /

groups in the earlier study were viewed as indicators of personality differ-

ences between them, and as revealing expectations of themcelves in the ' —

6 \ -
-
.
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futute\:hat were thepretically consonant with their perceptions of them- )

gelves at the time of\writing their autobiographies and of their childhood
© e

selves recalled. As Erikson has postulated (in a formulation of optimum
development), the experience of self-esteem is confirmed at the end of each
developmential crisis and \grows to be a conviction that one is learning effec-
tive steps toward a tangible fut:ure.12 In this earlier study, the group

that hoped to ‘move out of the classroom appeared to have this conviction.
- The group that hoped to remain in the classroom, however, conveyed far less

o

sense of self-esteem, and revealed, at least in its professionzl aspirations

and attitudes, no | future diffetént from the—present.—

.study group assiénment was based on

b

career aspirations, any in tlie present research on actual career paths

taken ovetr two decades ox more, Yet it\seemed to us that the above inter-

\

pretation regarding perso ity-related d\{izrenceé and career aspirations

v might nonetheless be applicable here. The professional patterns of theo.

| leaders can be viewed as real-Iife manifestat::hg of the sense of self-
esteem and movement forward in iif which. they h;é\szzjected years before
in

tion in the role of

o7

|

| in their autobiographies. By the same token, cont
| v

|

classrcom teacher by the other group can be viewed asia vocational choice

»~

reflecting the persisteﬁce of earlier psychélogical patterns of passivity

¢ s

" and self-doubt, a preference, for the security of what is known and safe--
/ 1% ' el
for thé stability of classroom tcaching in which, although_ghg_popuihtion

of children changes, the same basic procesééﬁvarg/réﬁggted year after year.
. -~ . , e .. N B .

“e . e 4

While such an explanation appeared/;gaéanable,

t -

we wanted to find out

N / ' >
whether it could be supported and,” if so, extended or refined. To this 0
\‘\~-___“fr_‘,w_mend;»we’§odgﬁi f& follow up as many members of ,the original group as we

~

could locate.

¢
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2. The Foilow-Up Study

We were able to obtain follow-up information on 46 of the original 77
members of the sample. Of these, 20 were classroom teachers and 26 were

in leadership roles. The informotion was gathered through a questionnaire

which covered a wide range of factual data concerniﬁg the'educators' p§O°;
fessional histories as weil as their attitudes toward their work and them-
selves, including their perceptions of the impact of social change on their
lives. . ' :

. l3
’ For’present_purposes, we focused on three issues:;. (l) the reasons
- ‘5 < v
given by the teachers for aemaining in the classroon an&‘by the leaders for
¢ A

leaving and'for—EEVIﬁg‘tnto~other-roles;iigliEhf_f“t“re career hopes or

i\

————

plans of both groups; and (3) the perceptions of:each group of the rele-

Py vance of the issues raised by the women's movement for their own personal/

T professional develOpment over the years. In addition, we examfned personal-

v .

ity trends that appeared to come through the questionnaire taken as a whole.

The analysis of responses to the issues just described revealed the
[ -
following: . - -

-

“(1): Almost half the leaders said they had left thg classroom s3ekingJ
a greater challenge or an Opportunity to make a wider impact in their field;

others saw leaving and taking on adminisrrative or supervisory roles as a

~

natural' progression in their_careers; still others wrote of:?nplanned cir-

)

cumstances. Hone said’she had resisted leaving the classroom even though
:
most said they had enjoyed teaching; only one person said‘she had left ge-
cause there were aspects of the situation with whicn she couldn't cOpe.
» As for the future, only one of the leaders,e;pressed interestlin returning
to classroom ;é;éhing.

P
»”

.
-
’

/5
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: Few teachers said they had ever considered leaving the classzoom. Of
P . - .
thoce who had though: about it, most said they simply did not want to lose

contact with children and had resisted the idea. Cthewrs, said they had

doubts about their abilities to do anything else, o: lacked the confidence

to vork with adults. 'Wiile ‘some of the teache?s indicaced that they felt

- they should want to leave thc classToom and do something else, ciuey were'

— really happy doing what they were doing

v

(2) ‘hen asked what they hoped to be doing five to ten years £

B
‘ <

e the expectation of achievine them. By comparison, only 25 percent of ihe
(%] b

’ “
y teachers actually stated a zoal and conveyei the expectation of achieving
D

it. liost of the teachers said either that they had not thought about the

f .

\. v
. . future or indicat ed tnat tney VLewea it as uncertain or threatening.

.

—_—

. “‘*r~€3)~3egarding\the women's movement, CO percent oI Lhe leaders said
i - T ——
e

 -they viewed one or more of the issues as relévan: to-taeir own personal/
~

>y

» 4

scribed dramatic changes in 'attitudes and lifestyle.

As one leader nut It: v

~

s It's been :he most intellectually llbe'a :ing and one of the
most difficule, geriods of growth for.me. .eworked my whole
thing especiall after reading the article in %S on the Fear
T of Success vhicn zave insight into py anti-intellectual and
earth mother bit. Became awa-e of. strong need to be a Separ-
ate Person wio will be able to ex‘s; t7ell 20 years from now
doing my thing ‘itnou; searching for someone o something to
setrve,

.

Tom now,

almos:c 70 vercent of the leaders mentioned one or move goals, and conveyed

nrofessional development; and they tendedeﬁo focus on icsues of male dowina-
tiofi,in the field of educaZion or in society af_ large, and on their feelings
. !
e
of greater freedom to express assertive, aggre§sive or competitive feelings

which previously they had tried to hold 'in checi. - Some2 of the leaders de-

- () Py - -’ ) », é “ e o
ilost of the teachers simply said that cne movewent was not relevant to

them and expressed contentment with their lives. MNone of the teachers dis-




s
. % -

N ’ played strongly positive veactions to the movement. Among the 30 percrnt
v

vho said it ha¢ some relevance to their livés, most were tentative and ngne °

described rglat;dféﬁahges~in the self or in style of living. /Some said
éirectly that they en;oyed the trad;tiCna1~5s§Ects of their roles as wife

iand mother and did not want to change. A few went on te reject “women's

1io" outright, as did the teacher vho responded: 'I feel no kinship a: all

wich the current movement--I very much wanted a career and have it, VUhy

I

are they so ang-y*

Additional group differences vere suggested by the following? In re-

- - v i}
— sponding to items asking about their professional stiengths and veanesses,

23

the leaders tenced to view thei: strengtis as lying in the intellectual,
<« N ° ¥
<, )

% organizational; and administrative spheryes of <thei: worik, while the teachers

’ v
. 4 b .

' empha'sized their affective, nurturing, or _herapeutic skills with children.

b

In evaluating their professional weaknesses, the leaders ended to stress
L - ’

- !
theiz overly-agaressive, assertive, “pushy’’ tendencies anc their difficulties
o - L o 4 . .

desize 0 =2il people all ithe answers

———

in controlling these (e.3., 'I have the

so I must hold myself in cons*ant check., Cu: even tien-IL-often slip”). By

: - contzast, many teaciers viewed chemselves as too passive, unassertive, and

laczing in self-confidence. Sonme focused directly on specific needs fox
A >
N
.‘ . ’ > D
more initiative, perseverance, and independence of mind (e.g., "'I often

. v

.. need an outside nudge :o0 .:eep from sextling in a rut™; "I don't fo low

through enough--too, I can be influenced .by outside opinions or vorce,

"what I think outsiderc ave tainiting'). )
in sum, analysis of the Zfollov-up quesitionnaive, which focuses on
o

o v .
current self-assessment, cuzgests that the leaders tend to feel essertive,

—"a 2
FRAPER
'.!. ‘.’;‘"1 . . . -
\ . . N

| " autonomous, self-confident, and invested in challenge and charge; and the |

/ . :
f -

teachers, mo:e passive, dependent, and conten: wich the comfort and

~

.ERIC

PAraiitex: providea -
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Aruitoxt provided by Eic:
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security of a familiar environment. N

'
]

[
>

3. Relationships Setween the Autobiographies and
Follow-Up Questionnaires

Personality Consistency and Caree:z Dicection Over Time

The differences between the teachers and the ieaders are consistent
with the personality-related differences that vere revealed'in their auto-
biographies of 20 years ago. In these documents, as we have seen, those
who vere to remain ;n the classroom tiroughout thei careers réfalled child-

‘hood experiences reflecting an essentially passive and dependent orientation
~ H

-

¥ - o " -
touvard people and events, and for 'many, anxieties around issues of security
RS . .

and belonging. These issues continiued to be central in young adulthood as
they struggled to resolve their dependent ties on parental figures and
wreszled with-problems of identity and uncertainties about a cazeer, In

contrast, their counterparvts, who vere later to leave the classroom, con-
. , , .

veyed in their descriptions.of their childhoods a semse of active mastery

and self-esteem; and in their assessments of themselves as young adults,
( -
a quality of having come to terme with stages past and a psychological
»” . :

readiness to move into a careei,
Given the persistence of these group persorality differences thwough

time, it makes sense tha: the former group, once.eséaglished in the class-

room and having found satisf;céion there, should have elected to remain;

and that the lattex gréup, having taught children for a time, should choqse“

to leave the classroom to seek new challenges in their careevs..
. h v (‘

L
At the conclusion of the firs: section of this report (based on the

~

\ X s N
earlier study of student teachers' career aspirations), ve pqﬁkulafed that

s bk
Xes -

the career ditrections of ¢he two present groups of educators were in large

o t .
pact manifestations of the personality differences that were revealed in

— -
. -

25
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thHe autobiographies which ghey wrote on applying for training to become

- teachers. It seems to us that the follow-up study has served to Euppért

this postulation as vell as the interpretation of the general nature of

3 -

the relationships between personality and career patterns-in the two groupc.
Pervonality Variations Wit&in Groups and Personal-P: ofessional
ilotivations . - 3

-

We wohld like now tc move beyond ghese brodd relationghips to a connider-

atien of variations in personality and personal/p'oiessional motivation°

’ \Q\

that may exist within the teachei and the IE;!er groups. ifore specifically,

.

3

in the course of studyirz the data from the two time periods, early adult- ,
-hood and middle age, we mac2 some Qreliminary observations that suggested

. the existence of differing patterns of associations within each group be-
= ? 3,

. tween descriptions qf the childhood ‘self gnd the nature of career motiva-
. . [} ';'. s .
. h
- ' - t;ions. ° - »
) 2 :
. First, the teachers:-those who have remained in the classcoom ‘teaching
'-q . 9.
. . . ' .
L . children throughout tueir careers. In examining theix autobiographical
v . ° A
¥ descriptions of their childhoods, we found two patierns that appea~ed to
Y . ] :
characterize the recollectionc of most members of this group. -
.- - - yo-

'S

6ne;pattern was @gpt of shymness, o;ten‘painful, and marked feelings of

insecurity, especiallly in relation to acceptance .by peers, Iany in tais

8. n

group dwelled on  their sense of isolation and loneliness, on feeling out

¥

.

“w .

' of the swim, and omn dging little to find the acceptance they wanted.
’ td Y. -~ . (o)

thile many of them recalled finding a close friend or’ group of f*lend, as
, & .

’ “they moved into their teens, in the main, adolescence too was vieved as a

. - - ¢
.

painful stage.

The second (less frequent) patfern found among the teache s a ze-




o

. .. similar manne:. They wrote, for example, of summer vacations in the countxy,
4 - o -
' reca11i ng the way treés smelled after a rain; they wrote also about zames

" . they had played and about the faniasies they had acted out and of all the

. .

joyous, adventurous times they had shared with close-init, loving families.

But members of this g-oup tended to meet their advlescence with 3 majoi

’ . L . -~

. + jolt; life after childhood, they indicated, wvas neve: ag&%&,the sameé.

s-e . How might these differing patteims of recalled childhood be linl:ed to
more specific motivations or gratifications involved in opting to wvemain in

"the classroom than those we have looized at so fax? ) ] N
& * . « . » . N

We have evidence in the follow-up data tl.at the first pattein .may be

associated with reparative motivations; that is, an effort by the teachers ;
> to mae up for something missed in childhood by supplying the requisite

°

experiences to childwén in the classroom, and thep vicariously living oug ‘
: |

Y . the experiences thirough the childzen. . ¢ S

@« o - \
vr

For example, one teacher who represents thic pattern wrote abou: her i

2 ’ rQ
t

childhood: ' .

In my day-to- cay ntacts with nmy contenporaries in school,
I felt-as 1f I nad no friends. I never felt I quite fit in...

. legarding her motivations foir entering the teaching profession, eix-
pressed at the same time, ché-ote: .

I want to teach for I would like to give children'expe- a
. riences through which they could gain confidence fn ther~
selves so that *Hey will have courage for all thngs. .
4
ilow, some 20 years later, in responding to the follow-up questionnaire,

.

this teacher writes:
3,

-1 thoroughly enjoy the ongoing life and lez:ming,with six-

and seven-year-olds--the stimulation of group life and the . .

opportunity to form ; relationships in depth with each child

- - and help him gain confidence and realize himself. So rnuch
can be done by the group teacher in kindling attitudes of
cespect foi the uniqueness of each person...an¢ in creating
responsiveness tc group life.

\; - ' ' ot
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In short, making up for a recalled childhood of feeling isolated and

4

rejected by her pee:x group"uan be vieved as a primary motfvatinz foice both
- .
in this teac%er's original career choice and in her electing to vewain in

~

the classroon. For in the role of classroom teacher, che appears to find

(vicarious) gratification yeaz after year in helping new groups of .childven
\ :
gein confidence in themselves as individuals and as members of a oroup of

their .peers, - ’ ~
9

Among the teachers who described insecure, shy childhoods, a furthe?

notivation for remaining in the classroom can be inferred: avoidance of

working with adulis. T

v

¢  For example, one teacher states in the follow-up questionnaire that she

K

has remained in the clacszoom because she continues to learn more there each

year and can use her ltnowledge better with young children than in trying to

pass it on to new teachers. At another point, however, she confesses that
her weakness lies in her lack of confidence in relating to other adults.
Thus, it may be that she in fact remains in the elassrqpm vith children
pr}marily because of feelings of inadequacy as an adult in’the world of
adults--feelings waich may stem from an early sense of rejection by peers

~

that she has not been cble to resolve or surmount.

°

Thus, ﬁhere we found that teachers Tecalled unhappy, insecure child-
hoods,. especially in relation to peers, the motivational forces that
appeared most evident in their continuation of worlk with chiidren were
first, reparation, and second, avoidance gf working éith adulis. .

In the second autobiogféphical pattern in vhich childhood is pictured -
ag an idyllic time (and the ‘best period of life), one can detect anothef

.

type of motivation in tlie teachet's choosing to continue working with chil-
p g

, dxen. This lies in her effort to recreate in the classroom her own ideals~

' -

~

. ;‘ . ‘ 23{3 ’ “. ] . )

el -~

’
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. ) ' .
ized childhood; in her desire to participate in the kénds of socié&&k

)
‘;‘

emotional-cognitive inteéractions that characterized her life prior to
adolescence. Theoretically, through het identification both with posi-
tively remembered adult models from childhood and with the children in

N her classroom she is able to recapture the essence of her childhood and

-

relive it year after year with a renewed sense of joy and satisfaction.

-

At the same time, tlis teacher may share with her colléagues, described

-~~~ . above,,a lack of confidence in working with adults because, like hev
. , &

colleagues, she has never loosened her ties with childhood sufficiently
to feel fully grown up in; an adult world. ) .
An exgémplar of this second pattern was a teacher who said, in her

.receﬁt questionnaire, that she never wanted to leave the classroom and

~
e

.. didn't think she “would ever want to be in the pvsition of telling othex
[o]

“people how to work with children. -

in response to a questionnaire item asking what she liked about the-
young children she had elected to teach, she wrote:

Partly I just seem to have a ''gut” response to those ages
which is almost impossible to analyze:.If I say 'natural-
; ness” some have been “putter-oners''; if I say “openness'’

N some have been shy and timid; if I say honesty” some of
them lie, if they can. iaybe partly the conviction that
one can, with these ages and with most of them, get to

% their inner selves and help them grow and change in posi-
tive directions. |

! This teache:r said in her autobiograpﬁy that her adolescence was

fraught with shyness and feelings of inferiority. But of her chi 1dhood
? ks 9
she wrote: ) .

I have a very vivid and lasting memo:y of walking down a
zoad by myself, looking for some of the kids.,6 It vas after
gchool on a lovely spring afternoon and I had' changed into /
my comfortable old, and rather dirty, clothes (as the family
cule was, for after school play). The sun was warm on my
back and I remember being acutely avare of :he trees and the

N
. § ”

»
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countryside around me, and having a "shining' feelin3 that
: ° /. seemed to flou all through me, of complete and perfect well-
:  being. If there is any.one moment that could summarize my
childhood, that.would be it.
s

Thus, it is possible to see how the persistence of highly-charged feel-

> ings about childhcod--vhether positive or negative--may influence a teacher's

-

continuing to work with children. Where the feelings are st:ongly positive,

recapitulation of that childhood can be a dominant force; vhere they are

negative, reparation of perceived deprivations or rejéction may const tute

!

. - LY

a central motif.
As for the leadezs, ve again noted two basic autobiograpnical patterns
-
vaich, in terms of thei: predominantly happy or unhappy’childhood tlemes, R
~ N -

é + :roughly paralleled thoce of the teachers. But whatever the patEern, for
the 1ead;:s, the issue of childhood and its memories appeared less intense.
r . Those who recalled childhood as a happy pe:riod of their lives tended to
view that era as a life stage which had its gratificqﬁiohs but vhich vas’
then superseded by othg: stages with theif attendan: satisfactions. CIne

such leader rzcounted in her autobiography nee:ing each ney cuallenge witn

a sense of active mastery; and she concluded. by saying that she was looxing ,

¥

forvard to becoEtng a competen: teacheé. ithen asked ﬁ; the follow-up hues—
tionnaire why she had left the classroom, she stated si@ply that moving on ©
seemed to be a natural progression in her career,

With few exceptions, the leaders vho'reco:ded a difficult childhood

reposted events in a fairly detacned manner or .ade sho:t shrift of nat

. perioé of their lives; and most of them tended towazd an abstract, intel- ﬂ
y |

-~
H

lectualized view of their pasts. Cne leader who déscribed a complicatej and

painful childhood ended her autobiography expressing resentment that she had

‘ [

been ashked to delve into her early life, seying the past was past ané she

ERIC .
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had no inclination to ‘'rehash' it. This leader saia in hex follow-up quesi

tionnaive that she had left the classroom seeking moze intellectual chal-

lenge and colleagueship; - but there was reason O believe that sne had left

also because continually being in the company of children reactivated (unre-

IS -

¢

solved) fééiings from childhood that she wanted to avoid.

In b:ief, then, there weue at least Ewo autobiographical patierns in
the leader group that could theoretically be associated with why they left
the classroom to move.iﬁ%o leadersaip roles. In one, they had gotten--and
given-~whé% they vanted in the classroom and were ready to move on; in the
;ther (aé gest), it is unli%ely that classroom teaching had ever really met
their needg. | y

-

Potential Consequences of Differin- Career iiotivations for Uork
With Children and Afults

1- was found in tle basic study that the recall of a aappy ciiildhood oz

an uniappy childhood at the point of entry into teacher-training did not

diffeventiate betveen the ceachers and leaders; rather it was how the
seachers and tiue leaders wecalled having dealt with the evenis of theix

v, o, h] 2, /} 3] k3 Y, o, 2. 2
chiléhoods--actively o= nassively--that was critical, and also whether they

hac¢ psychological distance iron that period of zheir lives or veve still

<

emoionally involved with their early experiences. [go ve iave noted, hov-
eve:, the recall of a happy or &n unhappy ciildhood may be associated with
different type8 of pevsonal-profecsional motivations vithin the teacher and

~ <

leader groups and, therefore, may have differen~ial consequences for similax

work settings. Concidering how the several subgroups appear to nave dealt

1

vith their childhoods, we can cugzest, on a theowveltical basis, vhat the

rd

vamifications may be for zaeir work uwith childwen or vith adults.
b .

’

Firsi, with respect to the teachers, both empirical reseauch and theory

support the postulation that teachers who recall predominantly happy, secuie

4
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: chilchoods are likely o cevelop better relacions with young.chilZren and
, . . T
:- facilitate psycholozical grow ¢h in them than are teachers whose memories 23
s ’ “ . . s . 14 W
. of their childhoodc are dominated by issues of insecurity and rejection. >

3 Ac vith any generaiiz@;ion, hovever, this finding has impovtant exceptions.

-

For example, some teacheis in the former category may nave difficuity in

empathically understanding children who feel rejected ang .isolated in theix. :

: - Worlds and vwho display extremes of behavior--witlidzawal or aggression=--that

are syﬁptomatic of these feelings. Such teachers have simply not tiiemsélves

H

experienced similar emotions and behavioral manifectations in their owm /

childhoods; noxr do they have recollections of cignificant adult models who

‘ |9
R [

) 15
.dezlt effectively vitl children who did, ~ '
A \

In addition, there is an inherent riu» with 2ll teaciiers who remain in

f.‘..

the classroo:a for many yeazs {regacdless of motivaitions for doing so) that .
- A Ay

they will become so imnersed in the wo=ld of cihilihoqd that they experience

\
H

loss. of acdul: peuspeciive and objectivity. "It ic not only beinz conciantly
: Ay 4 ' ?
in the company of children, howeve:r, but tlis, anC the lurliing feeling noted

anong nany of the teaclerg in our stuly of not beins quite growm-up taen-

selves, of anxiely in relation to the possibilily o] woriing uith othewr

adults, and of a strong pull to repeat their owa chil

Znoods, that combine .

o
J,\}
zo enuance this wisk. " -

teaclers vhose early experiences aze negative‘ang whoce major--and uncon-
—eparation of per-
ceived deprivation or rejection in theiz-own calld ls, Such teachers
have a Strong poteg;ial~for‘ggggidentifying rtdculas children

/

through wiom they}can most readily .live out ir oun unhet eeds, If
N -

A
they lose adult'%erSpective ang act in thﬁi: oun. interests through partisan

-’ . - ) [
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or competitive tactics, the consequences fji the chi

. dFstructive. If, however, such teachers have thJ opportunity to develop

<

L £ L ’
appropriate self-understanding, they may be able|to gain unusual competence

) in working with children who have special needs, |{such as those wiJL specific
! - : ! { * ’
r’lea"nihg handicaps or the emotionally distucbed., In\fa £, when sucﬂ-té&chers .

are able to gain insight into the nature of the r paqatio s they seek in

4

their relations with children, they may move to a level of\effectivenecs

3
" and scope in their understanding of children that

. their "happier, more secure' colleagues.

In contrast to their teacher counterparts, the leaders who recalled un-

3 7~ R
happy childhoods have attempted, it seems, to place istpnce: etveen them-

4

i
selves and their early feelings and needs, prlmari ly Lhrogghfgne defense of

1
it \| '.'

\ .
) . intellectualization. Shutting themselves off in tais %mannet from the ways

o in which they themselves thought’hnd felt as child: en,§t é},yould theoret -
N . . "
R ically have few, if any, resoyrces for developing empg&ny’b1;h twe ways in '
1 er ‘_,» —'Mu*"rn,f‘;,
which children in the classroom *11nL and feel. ongt i qu17¢/50551 le,
Y .

therefore, that during tiei. tenure as classroom teééherfntgey were unable
-« * Tl
- (e

3 . - .
to experience a sense of basic competence in their work,| especially if
: [

| N -

working with very young childcen. 4ar for their subsequept careecs, theéir
effectiveness and satisfaction hgre would appear to be a|function of tZe
extent to which cheir specific jobs as educational leadefs required (or
permifted)'an intellec:uzl, academic approach {as in research or college
teaching) over one which demanded spontaneity and an emotional understanding

of the feelings and needs of young -children (as in supervising teachers and

- o v

// other adults who work directly with ch?ldren{)

Finally, the group whose motivational patterns appeared to be most

positive~-and least conflicted--were those leade:s who described thei:

33
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. childhoods~~and succéssive stages of development~-in affirmative teims.
L4 / * .
Within the frameworﬁ of careers that embraced both teaching and leadership

-

[
roles, gzirjseemedJEo have appropriate resources available at each stage.
Theoretically,.in their role as clgssrooé teacher, they had positive expe- .
tiences from their own childhoods to use in un erstaﬁding and promoting

- ¥

the children's learning and growth; and in their-lat
———— *

P

~work“as“le§3€¥5?” .

they had the requisite classroom experience and enough sense of their gwn

. y v .

identity as adults to impart their knowledge and support to other adults in
their pf%fessional field. \ ' ,

I1f the trends that we have observed, both between and within the leader ,
" and the teacher ‘groups are boime out in further wesearch, they raise the //';

provocative question as to whether the young women vho enter teacher-
[ S

traiﬁing best p epared in terms of theip”personalityp;zkou?ces to promote

- Py

psychological growth in children are among thiose who are least likely to

“ -
N

. * con“inue working with children.

: -
4

While there is no direcl evidence at the present time to substantiate

these trends, finaings from two other studies are cleairly suggestive. - .

¥

In an investigation which grew out of the early stages of the present

. n / .

© .. 7' .research, Stodt™’ compared a group of classroom teachers and a group of

- - supervisor/trainers (analogous to the leaders in the present study) on o

.

scales designed to tap dimensions such as autonomy, and items aimed at

.»\,.‘-.\,‘\

assessing attitudes toward the women's movement. Although the design of
the study, thé€ methods employed, and the characteristics of the pértici-
pants ‘differed from those of the présent study (e.3., Stodt's study was

baced on data gathered at only one point in time; it used structuxed

' 4 methods ofpasgessiné aspects of personality and social attitudes; and the

participants came from a varviety of baclkgrounds and training institutions),
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.the findings were parallel. The supervisor/trainers revealed a much

greater sense of autonomy than the classroom teachers and were far more

¥ e “ \J >

.ac€epting of the women's movement.

. 3y .
It could be argued that, since there were ro assessments of their per-

sonalities prior to their taking different vocational paths, the groups in
Stodt's regéarch miéht have differed in the ways they did as-a consequence,

rather than cause, of the career directions they took. However, her find-

ings ave buttressed by other research, The study of student teachers that

~ —

9 = g Jer e el N 3 B
ou:.ded tHe present investigation1 provides a counterbalance’to Stodt's

study since the assessments of personality were made pxioz to the paft’cl-

-
Y

pants' entry into the teach.ng proféssion. In additionm, this earlier in-

<3

vestigation (unlie either Stodt's or the present study) evaluated the
pa:ticipants' on-the-job performance, focusiné‘on their ability to develop
good teacher-child relations. It was found there that the student ﬁeache:s

who hoped to move in:o administirative or college teaching roles by micdle

age were consistently judged as having bettex teachei~-child relatﬂons after

. A

they became full-fledged ttschers than were those who ‘planned to/temain in

Rl

the classroom throughout their worizing lives. It was concluded that the

tersonality differences underlying the long-range professional goals of
the two groups also played a primary role in the kinds of relations they
developed with children. ‘ , ;" :.

It appeafs evident that the teacher/whe~we1comes\ghange.and progiess as
part of life, and who considers mastery of the difficult as intrinsic to
progress, is better prepared to werk flexibly with young children and pro-

mote their growth ithan the teacher who, thieatened by the new, the difficult,

an¢ the unexpected, noldc to Lhestatu0 quo.

.
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ile the findings from each of these (me hodologically diffarent)

studies are in themselves considered to be tentative, they form a consist-

~

ent/bicture; and jointly they underscore *he impoxtance of developing

. / LN 3 : . . .
further knowledge %f the influence of personality in the long-range career .

directions of women who enter training to become teachers of cnildren. If

. it is in fact found that, the teachers who are best suited psychologically

to wor with children are among those who leave the classroom to assume

leadership roles, the consequences fox teacher education, selection, and

~ 4

guidance, as well as for the schools themselves, could be far-reaching.

~

&, Conclusions and Implications
The research whici has been reported here reveals that autobiographies

" of young women applying for teacher™tr ainlng may yield predictors of tneir B ;

long-range career divection within the field of childhood education--that o

-s, continuing to work wiih children versus a shift to leadership woles

witn adults--as well as basic attitudes toward the celf, career, anc¢ cocial

change in middle age.

The findings invite further research in these and related divections

¢ they have impozr tant 1mp11cation\, both practical‘and theoretical.

First, if personality data can provide indicators of whether a prospec-
tive teacher is likely to ceek superviso:y or administrative -oles after a
short period of teaching; then training p-ograms could be made moze relevant
to the lon/-vange career needs as well as.to the inmediate goals .of incdivid-
ual trvainees. Thus, student teachers~who shiow strong potential for super-
visory or administrative roles could “e tvained f:om the outset towawd <he

¥

dual competencies -equired for effectiveness with children and adults aliice,

ther eoy cirtumventlno the need for them to enroll fo§~t raining in educacional

N
B N
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[

leadership at a latew time.zo The present study, then, is potentially

applicable to the development of methods and knovledge that could enable

&

teacher tiaining to become more responsive to the differential neecs of |
’
prospective educationdl personnel. v

Segond, ‘the development of knowledge about the relationships that

[ -

exist between pe:sonalify and career direction in cﬁildhood education is

o

funda&ental to a conceﬁtualizétion of the dynamic forces that are at work
in varied segments of the educational system: For instance, if‘wg new why
soﬁé ieachers chobse to remain with children throughout Eheir worﬁing livec
while others choose to become the supe:vi;ors of those teacher;, y; could

begin to identify some of the subtle yet poweiful factors that influence

-~

the learning environments that both groups attempt to create. Iﬁ the pres-

that may influence the taking of these differing career directioés; to indi-
. N ! \ N
cate how these patterns in teachers and leade:s could have g:ovth~p:omotiqg “

or growth-inhibiting effects both on childzen and afults uho work in the

schools; and to raise queéfions concerning thei:r implications for childhood

o / . +

.

education. : [T , .

. Finally, little is nown about caxeer choice and development in women,

.
o [

chiefly because in tle past so few professions have been open to women.
Although this researcii focuses on career differences within an occupational
e o~ —_—
domain, it contains the potential for building hypothesec with consequences -

for fields that lie beyond that of education. The study lays the groundworik

ﬁfd§ understanding the personality dynamics in women that make them psycho-

logically more suited to work with children on the one hand, and those that
propel them toward leadership work with adults on the other. The findings,
. )

therefore, have implications for future research on women in a wide range

of prgfessional roles, both traditional: and new.
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Footnotes
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This research wvas supported.by a grant from the Haf§ Flagler Cary Uy

Trust, New York City, o
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1. Some aspects of this work were described in a2 paper presented at

the September 1975 meetingslof the American Psycholosical Association:

J. L. Rosen-and D, Wallace, ‘‘Personality Antecedents of Career Direction

13

/ . .
in 7iiddle-Aged Women Educators." . v

2. Sep’5. L. Rosen and i. B. Palmer, "Learning to Lead,” Childhood
2 and i, thildnood
Education 50 {1974): 7¢-52, . .

- = )

3. J. L. Rosen, ‘'Personality and First-Year Teachers' Relationships

’ -

wich Child=zen," School Review 76 (1553): 294-311.

L, Our search for subjects was made primarily through the alumnae files

o

o

(3 0 st
of the teacher-training.institution and through answers to an alumnae sur-
/ * ’ ) 4

[

vey vhich the institution had made before this study began. Ve had-hopea

to identify two additional g: ps for purposes of comparison: (1) a grou

who had entered occupauions oufside ‘the field of education, and (2) a groYp
who had not worked outside the'home after training to become teachers. W?

' N
were unable, however, to locate sufficient numbers of comparable subjects‘

. j

in these latter categories to include them in tie study. - |

i

5. While a focus on excessive feélings of shynecs ggd social insecufijy

in zeneral precluded placement in this categoxy, an exception w>§‘m‘de if]
. . ~

the subject said she overcompensated for such feelings by acting asser&iv?}y.

g

4
6. In many cases, subjects placed in this category used verbal structures

A

suggesting that they were applying an implicit measuring rod to their pr g-

~»

ress toward some desired psychological end-state. They said, for instag

that they were more confident than'they uced to be, or less incecure, or

L L . <
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N
beginning to gain incight into themselves. Such comparative structures
were seldom used by those placed in the predominantly confiaent, outer-
oriented group. : ! '
.+ 7. The second investigator made the categorizations wit%out knowledge

of the career group--teacher or leader--from éhich the autobiographies

were drawp. & " -

© >

-

8. We examined the groups on a closely related dimension termed ~
‘"Reactions to Change and Adversity" in which the effor: was made to com-
pare their reactions to stressful events, 1A general, i.e., not only to
majof life crises %s defineé\above, but to change, adversity, "or challenge

of other kinds as well. We have not treated this analysis in the main

o .
body of the report because the data on which it is based are drawn both

from the childhood period and that of young”adu*fhood, ghus cutting \
across the two data areas on which the major analysis of autobiograﬁhical

material was based. We did, however, want to see how the groups described

~- A

“their responses to stress per se, regardless of their qpie general person-

ality orieuntations and regardless of life stage (i.e., childhood vs.,}éung
adulthood). Examination of the autobiographies along this dimension' .
(taking ;he autobiography as a whole? revéaled that the t;o examples cited
above (p;’13) tend to characterize the differences‘between the leéder aﬁd:
teacher groups in their ggneral patterns of response to -stress. Only

four (13 percen;)'df the 30 leaders who provided data applicable to this
dimension described themselvss as failing to cope adequately With change
or adversity, while 17 (50 percent) of the 34 teachers\suggested that they
reacted é& such events with.upset and fear and without adequate resolutjon.

9. Only a small mfhority of both groups stated a straightforward

preference for writing over talking.




. asked of a2ll members of the gample.; . - -

ment in Education: A Follow-up Study," Bank Street College of Education
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10, Becauce of revisions in the application form, this question was not "
/ "

“

LI, See footnote 3.

12. E. H. Eriuson, "The Healthy Personality, ° Psychological Issues I

(1253): 50-100. - % - L . -

* -

13. The follow-up questionnaire was sent out to more alumnae than those

~

who met the criteria of tnis study, and questions were asxed fov purposes
of institutional self-evaluation that were not directly pertinent to the ,

issues of this research. See J. L. Rosen and D, Wallace, "Career Sevelop- .

-

(1973).

14, See footnote 3; also J. L, Rosen: 'The lemembered Childhood Self

n

as Forecas-er of Teachev-Child Relatioms," EXIC: Research in Education 2

(1974): 2; and "Pevceptions of the Childhood Self and Teacher-Child Rela-

)

tions,'" Final Repo*“ to the National Instituie of Educetion; Banl: Scyrest
8

College’ of Edpcation £1975). See also B. D. WTight and S. A.Nng:i:, "The

Childhood .Romahce Theory of Teacher Development," School Review 75°{1967): o
N {

» %

123-154, ’ ! ]

°

"15, In fact, any one-sided expezience'in (a recalled) childhood,
wnether this applies to a feeling tone, such as happy or sad, or to a
behavioral pattern, such as aggcessive or wifhdrawn, is'likely to be asso-

ciated in the adult with difficulty in developfng empathy with children who

’display the opposing feelings and behaviqrs: See J, L. Rosen: 'Personality

Factors in the Reactions of Child-Care Workers to Emotionally Disturbed

Children," Pszchiatgz'26 {1963): 257-255; "ilatching Teachers With Children, '

School Review 80 (1972): 409-431; “Perceﬁtions of the Childhood Self and

Teacher-Child Relations,' Final Report to the ilational Instituce' of Educa-
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tion, Bank Street College of Education (1975).

'

- 16. The concept of the professional educator as a person who has ve-

-

mained a child and who is afraid to act in‘thé realm of grown-up Feople

’ -

in redl life'was stressed over three decades ago by A. S. Neill, the radi-

cal English educator; and he.too has theorized that the educatox relives .

-

his own past through the child., For a discussion of Neill's_concept and

sevéral relatéd theoretical positions, see E. Ilan, ‘The Problem of ilotiva-

.

.tion in the Educator's Vocational Choice,' The Psychoanalytic Study of the

] .

Child (New York: Intevnational Universities Press, 1963), ¥VIII: 255-235.

17. For a fuller conceptualization of this issue, see C. Clden, "*Cn

)
>

Adult Empathy with Children," The Psychoandlytic Scudy of the Child (New Yorx:

4 > ) 2

International Universities Press (1953), VIII: 111-126.

+

13. ‘M. Sgo&t, Autonomy and Complekity in Vomen Teachers in Leadexrship
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T

Positions., Unpublished doctoral dissertation, Teachers College, Columbia
University (1972). ) . ? .

1S. See footnmote 3.
R * ) ’ '
R 20. 4n experimental program based on this concept has already been

©
-~

% . :
carried out at the Banl S:raet College of Education in its Graduate Pro-

grams Division. The program underscored the need for guidEIines for the

-

selection of candidatec for "teacher-leader® training.
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